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A preferred vision for administering elementary schools : a reflective essay
Abstract
Developing a culture of trust is the first and foremost responsibility of the ethical leader, without which we
will be unable to examine some uncomfortable truths about the systems we have in place to educate
children. In addition, we must be willing to open the practices of the school to community scrutiny. The
stories of documented educational achievements of poor and minority students have grown in number in
recent years, leading Reeves, in Crusade in the Classroom (2001), to conclude that "Given the clear
evidence that children can be successful, the focus of accountability moves from the consequences for
students to the consequences for teachers and school leaders" (p. 23). Ethical leaders will stand
accountable for the deficiencies in their schools, and will demonstrate their readiness to positively
influence the educational program for all students and families.
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Since I was a child of six, I have had a recurring dream of a wondrous school, full
of joy and laughter, learning and friendship, simple materials, and skilled instruction.
Although the location of the school has changed throughout the years, each dream has
been a summons to care for and educate those children seen as least promising in our
current societal structure: children "thrown away" by poverty, prejudice, or disinterest.
The dream continues to guide my life and my work. I labor to bring the vision of
the dream into each day I work with children. Whenever I begin to feel burdened by my
tasks, the dream comes to me again, as a reminder. The dream gives me passion for
educating children: illuminating my purpose, delineating my direction, and enabling me
to achieve beyond my means. As Covey, Merrill, and Merrill (1994) explain in First
Things First:

We call it 'passion' because this vision can become a motivating force so
powerful it, in effect, becomes the DNA of our lives. It is so ingrained
and integrated into every aspect of our being that it becomes the compelling
impetus behind every decision we make. (p. 105)
My passion gives me the belief that we should spare no effort to create learning
environments in which children thrive: developing their inherent potentialities as
measured equally by standards of human development and academic growth.
I will need to fulfill six major roles as an administrator to create such an
environment. They are the threads of educational leadership required to develop a richly
colorful tapestry of learning. I will serve children as an ethical leader, an organizational
leader, a contextual leader, a visionary leader, a collaborative leader, and an instructional
leader. By defining each thread and constructing a pattern of administrative behaviors, I
will then be ready to bring my dream to the loom.
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Ethical Leadership
I believe an ethical leader demonstrates a personal and professional code of
ethics that establishes a culture of trust among all members of the learning community.
Trust is the fundamental principle that holds all relationships together and is the
foundation of open, effective communication. In a high trust culture, community
members support each other and work collaboratively, and even difficult issues are
handled in a spirit of true consultation: both honest and caring. Trust creates flexibility
and confidence, and encourages risk taking. Within an environment of trust, change is
exciting, and creative initiative is a common practice. In Guiding Your School
Community to Live a Culture of Caring and Learning, Jeanne Gibbs (1999) addresses the
importance of trust: "We cannot endure the expectations and pressure ofreform without a
trusting team ... a system of support, a solid school community" (p.38).
Developing a culture of trust is the first and foremost responsibility of the ethical
leader, without which we will be unable to examine some uncomfortable truths about the
systems we have in place to educate children. In addition, we must be willing to open the
practices of the school to community scrutiny. The stories of documented educational
achievements of poor and minority students have grown in number in recent years,
leading Reeves, in Crusade in the Classroom (2001), to conclude that "Given the clear
evidence that children can be successful, the focus of accountability moves from the
consequences for students to the consequences for teachers and school leaders" (p. 23).
Ethical leaders will stand accountable for the deficiencies in their schools, and will
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demonstrate their readiness to positively influence the educational program for all
students and families.
In an even stronger call to clearly understand the effects of current schooling
practices on students, Thomas, Fitzhugh-Walker, and Jefferies (2000), in We Can Have
Better Urban Schools, contend that:
... the process of teaching and learning in this country perpetuates the existing
social structure, where only some really share in the American Dream. Educators
must decide whether we want to continue to support our society's attempts at
monitoring a tiered society. We must begin to better understand that these
practices do not provide realistic opportunities to maximize outcomes of the
teaching and learning process for many students. (p. 123)
The ethical leader will drop her defense of previous conceptions and educational
traditions and show willingness to examine deeply held personal and professional
assumptions about the values, priorities, attitudes, and needs of those from different
ethnic and cultural groups. She will remain open to the perspectives of the entire
community. The issues that relate to equity will be of urgent and continuing interest to
the urban administrator yearning to be responsive to the needs of all children.
In her article in Educational Leadership, Sandra Parks (1999) calls on educators
to make steady progress toward solving the challenges of access and equity by:
" ... confront[ing] the root cause of such practices and policies ... Like other conditions that
create dysfunctionality in individuals, relationships, and institutions, racism thrives on
denial" (p. 14). Similarly noted in a Phi Delta Kappan article, Goldberg (2001) cites
Stanford University professor of teacher education Linda Darling-Hammond, as she
specifically advocates for the:
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... serious and thoughtful training of highly professional teachers; the elimination
of inequities in school funding, resources, and access to the best teachers; and the
increased personalization of schools that are too large and have too many children
for each teacher (p. 689).
Strong educational leaders will assist in the process of preparing teachers to
respond to diverse student and family needs through a reflective dialogue. These staff
conversations about students, learning, and teaching will need to be both frank and
respectful. A growing collective understanding is more likely to emerge from the clash
of differing opinions when the principal first models this openness. From these
beginnings, a professional learning community will be established. Group decisions will
be made as a result of these conversations and interactions, and new ideas and
information will be used in problem-solving these essential concerns.
As an ethical leader, I will create an environment of trust by deepening two
elements of my administrative practice: my character and my competence. I will be
principle-based in both my public and my private dealings with people. I will infuse
respect into every interaction and each relationship. I will work to understand another
viewpoint first, and then endeavor to be understood. I will demonstrate that there are an
infinite number of possible solutions to any conflict and will expect to find at least one
that is a win-win option. I will be considerate and sensitive to the needs of others. I will
continually investigate ways to increase my knowledge and skills. I will work to see the
big picture, and will examine my assumptions and shift perspectives accordingly. I will
further develop my ability to interact with others effectively: to listen deeply, give honest
feedback, address issues in a straightforward way, and artfully empower initiative.
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Organizational Leadership
I believe in creating an educational environment that physically and emotionally
nurtures each child and supports the families and professionals that care for them.
Schools need to provide for a safe, efficient, and effective learning environment
for all children. However, due to more comprehensive school reforms, increasing
demands are placed on principals. Although many principals see instructional leadership
as crucial to school improvement, most find little time to devote to these instructional
ideas and practices. In an article dedicated to principal leadership Manage Less Lead
More, Supovitz (2000) promotes the formal distribution of some of the managerial
aspects of the administration to other faculty members to handle the routine issues of
busing, budgeting, and overseeing grants. His vision is one in which the role of the
principal becomes one of orchestrating the varied administrative functions among the
staff members in their schools. The result is not only to allow others to grow into
leadership roles, but also to relieve the blitz of decision making for a building principal.
In Implementing Change: Patterns, Principles, and Potholes, Hall and Hord
(2001) report on the establishment of a new role in a rapidly growing school district in
Colorado. With many new teachers to support each year, the Douglas County School
District struggled to appropriately mentor these young staff members. The authors
report, "As a result of extensive dialogue, however, the district did away with the
traditional roles and pooled the resources to create a new full-time position for every
school, a Building Resource Teacher" (p. 152). The establishment of these Building
Resource Teachers provided each school with a full-time master teacher serving to
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mentor new teachers, deal with staff development, provide instructional leadership, coach
all teachers, and facilitate district initiatives. This innovation significantly enhances the
principal' s ability to manage their other responsibilities while guiding staff development
through the BRT position.
Principals are faced with the daunting task of balancing numerous conflicting
activities and responsibilities, while maintaining the school's focus on support for
learning. A good deal of information about the principal' s priorities will be conveyed to
the school community by the tasks that consume her time. In A Journey Toward

Community in Educational Administration, Bredenson (1995) states:
How principals choose to spend their time, what they do substantively and
symbolically, and what they believe are steeped in values, intentions, and
understandings about teaching, learning, and educational outcomes for
children ... ordinary routines become the expressions of values and purpose.
(p. 15).
Necessity will demand a highly successful administrator to also be a master
planner charged with developing a structure for identifying and prioritizing key tasks and
communications that need to be handled throughout the year. In The Elementary School

Principal's Calendar, Ricken, Terc, and Ayres (2001) believe that otherwise well-suited
administrators often fail their organizational responsibilities because they lack the timemanagement skills required. Further, the authors indicate the effect on the learning
community can be profound: "Nothing demoralizes a staff more than canceled meetings,
postponed teacher observations, and surprises that negate their instructional plans" (p.
XV). Conversely, confidence in the principal is earned when the daily activities are
pursued in a calm, orderly manner.
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Development of a self-stylized principal's calendar can reap many rewards for the
entire learning community. Planning for annual key tasks and communications will
ensure that all ingredients of a successful year are in place. With major tasks identified,
the principal is poised to flexibly handle the crises that are bound to come, and get back
to the planned routine just as quickly. In addition, in the event of an emergency, a
substitute administrator or second-in-command could fill in with a minimum of
disruptions for the teachers and students. All stakeholders function with more vigor
when expectations are clear. Principals must have the clarity of vision, supported by the
daily, weekly, and monthly tasks to pursue those goals. Such an organizational leader will
offer the children, staff, and parents the learning-rich security of a safe, attractive, and
well-ordered atmosphere.
As on organizational leader, I will share responsibility, maximizing ownership
and accountability. I will work to have operational plans and procedures in place to meet
the school vision and goals. Following the recommendations of brain-based research, I
will make the school environment as home-like as possible. I will assure that common
areas and classrooms are safe and secure, in good repair, clean, well lighted, properly
ventilated, uncluttered, and aesthetically pleasing. I will see that problems are confronted
and resolved in a timely manner. I will responsibly and ethically manage the fiscal
resources and contractual agreements in my trust.
Contextual Leadership
I believe that a contextual leader ensures all children will be given the knowledge,
skills, and insights to be successful community members in a rapidly changing world.

8

Children are the most precious treasures a community can have. The burden of
responsibility for their full maturation rests on the community at large. However, far too
often schools appear to be working independently of community interest and assistance.
Additionally, schools often view their function of educating children as the end result,
rather than the means to develop an effective citizen for a democratic nation. A
contextual leader will help promote the understanding that all children are in need of a
community that works to foster learning all around it, and will be committed to schools
operating as an integral part of the larger community. In Schools That Learn: A Fifth
Discipline Resource, Senge (2000) discusses the relationship between the school and

community:
There are a surprisingly large number of evocative examples of
communities that, in one way or another, have broken down the barrier
between school and the rest of a child's life. In these cases, the community
takes a strong stand in favor of learning, the school embraces its connections
to the community, and both sides recognize that the school is not the only
organization with responsibilities for children. (p.460)
In a wider demonstration of community members' commitment to the education
of children, our national community is in the middle of sweeping education reform. The
"No Child Left Behind" legislation initiated by President George W. Bush, and directed
by Secretary of Education Roderick Paige presents four broad ideas-accountability,
standards, testing, and choice-which are now at the forefront of educational and
political debate. Testifying before the Senate Budget Committee in early March, 2001,
Paige focused on the need for real change in America's schools. In a Momentum article,
Keebler (2001) cites Paige:
Our system of elementary and secondary education is failing to do its job for far
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too many of our children-a failure that threatens the future of our Nation, and a
failure that the American people will no longer tolerate. President Bush believes
that one of the best ways to improve accountability in our schools is to give
parents the information and options needed to make the right choices for their
children's education. (p. 16)
Professionals, politicians, and the public are increasingly polarized on the topic of
accountability and assessment since the enactment of "No Child Left Behind." Senge
(2000) shares his concern about this movement:
... recent efforts to make schools more "accountable" through test scores
exacerbate the same industrial-age control thinking. There is nothing inherently
wrong with tests of performance. They are fragmented measures and limited in
their validity, but they can be useful indicators for students and teachers alike. It is
their context that is problematic. (p. 44)
Senge expresses his opinion that the reliance on standardized testing will become
the ultimate measure of educational productivity: instead of developing a collective
responsibility for the education of children, teachers and schools will be held solely
responsible for their learning. In a Montessori Life article, Graves (2001) is concerned
that children will be in the front line of this battle: " ... we are creating what I'd call a
sweatshop kind of atmosphere that was very much in vogue at the tum of the 20th
century. We use children, and that's wrong, not necessary" (p. 29). In her book, The

Differentiated Classroom: Responding to the Needs ofAll Learners, Tomlinson (1999)
counters the narrow perspective of the accountability movement and standardized testing
with the notion of assessment that is ongoing and diagnostic: "Its goal is to provide
teachers day-to-day data on students' readiness for particular ideas and skills, their
interests, and their learning profiles ... assessment is today's means of understanding how
to modify tomorrow's instruction" (p. 10).
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Both educators and children will benefit from an ongoing dialogue between
internal and external stakeholders related to these issues of school reform. As there is
currently much heated discourse about assessment, both from a theoretical and a practical
viewpoint, school districts should begin to openly solicit the community for assistance in
examining curricular content, strategies, and assessment practices which will best meet
the increasing demands for student achievement in the twenty-first century. Regardless
of their personal and professional convictions, contextual leaders must actively enter this
dialogue at both the local and national levels, if instructional significance of these
initiatives is to be fully realized.
As a contextual leader, I will stay abreast of local and global issues affecting
teaching and learning. I will examine personal and societal prejudices and move toward
their elimination. I will ward off excuses, and search for the definable causes. I will
champion racial and gender equality, as well as social justice. I will maintain a dialogue
related to assessment practices that best balance the needs of the learner, teaching staff,
district administration, and the community. I will work diligently to close the educational
gap for impoverished students. I will support the increased use of technology in
individualizing instruction.
Visionary Leadership
I believe the visionary leader is a facilitator working to empower the learning
community to construct the school vision, dialogue goals, evaluate practices, develop
action plans, and communicate ever-higher standards.
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In The Shaping School Culture Fieldbook, authors Peterson and Deal (2002)
describe the critical elements of school culture and define the relationship between a
positive culture and working school reform:
At the center of a school's culture are the values that drive long-term planning,
resource allocation, and daily work. Many schools have written mission
statements to highlight what they are about, but the deeper purposes may be more
complex and decidedly more inspirational. Core purposes hidden deep in the
cultural fabric provide motivation to teachers, energize leaders to move forward,
propel children to learn, and encourage parents and the community to get
involved and give their support. (p. 14)
New ideas and genuine improvement may be elusive unless the culture that underlies the
operation of the school is addressed. Thus, according to Peterson and Deal (2002) the
successful school leader utilizes " ... a well- focused and cohesive set of cultural norms
and values" (p. 133) to promote a culture in which people move in a common direction
with passion, purpose, and meaning.
When completed in synergy, the Comprehensive School Improvement Plan
becomes a working document, off the shelves and into the hands of the learning
community: students, parents, teachers, and support staff. A feeling of ownership by all
stakeholders contributes to on-going evaluation and development. Growth is recognized
and celebrated; needs are identified and addressed. The result is a cycle of continuously
improving school standards. A visionary leader will serve in the key role of facilitator to
increasingly develop this collective vision and collaboratively investigate the schooling
practices best designed to support it.
A powerful initial tool for the willing administrator is to model and inspire
continuous examination of one's own assumptions, beliefs, and practices. Thomas,
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Fitzhugh-Walker, and Jefferies (2000) propose that our first step should be the renewed
examination of our beliefs about students' learning needs: "There seems to exist a
conflict between beliefs and currently-perceived reality ... why does this conflict exist? If
most all students really can learn, why are they not doing so ... what must happen to make
this premise a reality?" (p. 111 ).
While the study of others' research outcomes is a laudable pursuit, site-based
individual and collective action research which explores poor student behavior and low
academic achievement may very well provide the best indicators of local academic and
cultural needs. In an Education Researcher article, Cochran-Smith and Lytle (1990)
explain:
Neither interpretive nor process-product classroom research has foregrounded the
teacher's role in the generation of knowledge about teaching. What is missing
from the knowledge base for teaching, therefore, are the voices of teachers
themselves, the questions teachers ask, the ways teachers use writing and
intentional talk in their work lives, and the interpretive frames teachers use to
understand and improve their own classroom practices. (p. 2)
In Can Schools Really Change, Lew Smith (2001) adds: "The quest is to find and create
organizational structures, teaching environments, and working conditions that encourage
teachers to become researchers of their practice and reflective practitioners" (p.3 ).
One definitive way to provide teacher reflection and research is through whole
faculty study groups. In an American Research Journal article, Louis, Marks, and Kruse
(1996) write, "By collaborating on common objectives, sharing developmental activities
and concerns, and reflecting together on the technical aspects of their teaching, teachers
come to own in common the consequences of their joint work for students' intellectual
progress" (p. 780). The study group model is one of flexibility and sustained change,
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through a process-oriented approach. The principal' s role is a crucial factor in the
ultimate success of a whole faculty study group. In Whole Faculty Study Groups,
Murphy and Lick (2001), delineate the building leader's responsibilities for the
successful initiation, implementation, and continuation of study groups, including these
imperative administrative functions:
The principal ... is an active participant in training and planning sessions; receives
action plans and study group logs and responds to them; ensures that there is time
for study groups to meet and guards that time; helps identify expertise both
internal and external, to support study group work; encourages and assists in
making arrangements for teachers to observe students in classrooms working on
assignments that focus on the student needs the study groups are addressing.
(p. 48)
Indeed, transformational leadership will be required to build commitment,
enthusiasm, and confidence for the initiation of a school climate of innovation and
classroom research, within the frequently discouraged aura of urban school settings.
Both beginning and veteran teachers will need assistance to view themselves not only as
developers of curriculum and educational practitioners, but also, as capable problem
solvers. Sensitive leaders will individualize support and encouragement to help staff
members identify their professional goals and find the resources to accomplish them
through the careful investigation of their own teaching. Peterson and Deal (2002)
"suggest three main things that principals need to do: (1) read cultural signs and clues; (2)
assess what is working and what is not; and (3) where needed, change things for the
better" (p. 133).
As a visionary leader, I will take the time to stay current with the changing issues
in education, informed by research rather than educational tradition or habit. I will
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become familiar with the additional skills and abilities needed by students entering the
information age. I will guide the school community in a reflective self-assessment
designed to help focus and sustain efforts toward continuous school improvement. I will
offer a blend of current research and school specific data to help the team make curricular
decisions. I will be vigilant in bringing barriers to learning to the attention of the team
for clarification and resolution, particularly those which demonstrate an unidentified
trend. I will assist in the translation of brain research into practical classroom
applications. I will help provide clarity of purpose as the team works together to plan and
implement rigorous standards of academic achievement placed within a humane
environment.
Collaborative Leadership
I believe in every voice being heard, uniting the learning community to become
powerful allies continually searching for not only, "what will we learn?" but "how will
we learn together?"
Collaboration may be defined as sharing responsibility to achieve goals for the
common good and engaging the diversity of individual talents to do so. In a learning
community, partnerships are established to meet student needs, strengthen programs, and
support school goals. Staff, parents, community members, and students become action
oriented problem solvers, utilizing their joint knowledge, skills, and creativity. With
multiple perspectives at work, collaboration significantly increases the likelihood of
successful building-level change. In Improving Schools from Within, Roland Barth
(1995), Director of the Principal's Center at Harvard University, is convinced that:
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The most powerful form of learning, the most sophisticated form of staff
development comes not from listening to the good words of others, but
from sharing what we know with others. Leaming comes more from
giving than receiving. By reflecting on what we do, by giving it a
coherence, and sharing and articulating our craft knowledge, we make
meaning, we learn. (p. 81)
In effect, collaboration multiplies the number of leaders in the building, and the
collaborative leader becomes a "leader ofleaders."
Hall and Hord (2001) talk further of the supportive factors necessary in shaping a
workplace wholeheartedly committed to the students' learning. Physical conditions
required for collaboration are close proximity, the time to meet and converse, and welldeveloped procedures for healthy communication. Human capacities in high demand in
collaborative settings are positive attitudes, interest in continuous learning for all, and
openness to feedback from each other and the administrator. Hall and Hord (2001) also
indicate the need for shared personal practice in a professional learning community:
In the PLC, teachers visit each other's classrooms to review their teaching
behavior. This practice is in the spirit of peers supporting peers. In these visits,
teachers observe, script notes, and discuss observations after the visit. Making
time for these activities is difficult, but the process contributes to the individual's
and the community's improvement. (p. 199)
Although finding time for these peer visits is very challenging, Hall and Hord (2001)
report that "the outcomes for staff are significant. .. not only do teachers express more
satisfaction and higher morale ... but they make teaching adaptations for students, and
these changes are done more quickly than in traditional schools" (p.199). The result for
students is that teachers are more likely to make a commitment to the change processmaking both fundamental and systemic changes.
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In an exemplary model of collaboration, some urban schools are initiating a
resource delivery method called RCT-Resource Coordinating Team-to create an
alliance between the school's support programs and those in the community and to
encourage varied programs to operate in an increasingly cohesive manner. In a
Preventing School Failure article, Zetlin (2000) describes the process:

In today's schools where too many non-educational needs are significantly
interfering with student learning, the RCT provides a mechanism to maximize
the delivery of within-school support services and to mobilize community
resources to link them with the school. Service providers representing different
disciplines work together to establish a collaborative culture in which team
members value coordination, share information, and communicate freely with
each other. (p. 24)

RCT membership is comprised of those in leadership and service roles from each agency.
The RCT meetings serve several purposes: team members can clarify community
resources and determine the best collaborative practices and members can stay abreast of
new programming opportunities to identify patterns of need within the school community
and more efficiently manage them. Programs traditionally offered at various locations
throughout the community can provide those services at the school, allowing
neighborhood needs to be met in an easily accessible way.
Many students, particularly those attending urban schools, are educationally
compromised because of health and social problems that hinder daily educational
expectations and are beyond the control and expertise of their classroom teachers. A
synergistic leader will open the school to the community and begin to work with other
agencies to promote the welfare of the children and their families.
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As a collaborative leader, I will welcome differing viewpoints and encourage all
stakeholders to join in a shared leadership. I will support collaboration by giving time
and opportunity for teams to work collegially. I will expand programs of partnership
within the school and to other community agencies to identify and more efficiently
manage patterns of need. I will work toward enriching cultural understanding by
encouraging the incorporation of cultural awareness into all parts of the curriculum.
Instructional Leadership

I believe that all learners~adults and children, alike~begin in different places,
have different interests, and learn in different ways.
In Leadership for Differentiating Schools and Classrooms, Tomlinson and Allan
(2000) indicate the instructional challenges in a typical classroom:
Look inside almost any classroom today and you will see a mirror of our
country. You will find students from multiple cultures, some of whom are
trying to bridge the languages and behaviors of two worlds. Students with
very advanced learning skills sit next to students who struggle mightily with
one or more school subjects. Children with vast reservoirs of background
experience share space with peers whose world is circumscribed by the few
blocks of their neighborhood. (p. 1)
All students deserve enthusiastic teachers prepared to meet them where they are
and to move them as far along the learning continuum as quickly as possible. For many
students, however, the reality is that they will face a teacher caught up in a school system
primed to treat all students as though they were basically the same. Few classrooms and
schools are ready to be responsive to differences in student readiness, interest, or learning
style. Differentiated instruction is not a new idea. Both parents and teachers understand
that what works in guiding one child does not always work when guiding a sibling or a
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classmate. Responsive adults create learning environments that are personalized!
Teaching is elevated to an art form when careful consideration is given to all of the
variables inherent in a classroom of learners.
Instructional leadership is elevated to an art form when equally serious reflection
is given to the diversity ofreadiness, interest, and learning style of the staff. Tomlinson
and Allan (2000) assert: "If we honor the premise that teachers would benefit from
differentiation exactly as their students would, we should approach staff development in
terms of varied levels of complexity ... " (p. 82). The authors identify four levels of staff
development-basic, mid-level proficiency, advanced level proficiency, and extended
study-and suggest instructional strategies, materials, activities, and possible classroom
applications that best support the learning needs at each stage.
A practical method for principals to individually coach their staff members is to
identify feelings and perceptions about the innovation being pursued and the change
process in general. In Implementing Change: Patterns, Principles, and Potholes, Hall
and Hord (2001) have identified a developmental pattern of seven progressive steps in the
change process, which they have named the Stages of Concern. The authors indicate
that: "Understanding the Stages of Concern and using the assessment techniques can
result in significantly more effective one-on-one coaching sessions, more relevant
workshops, and strategic plans that take into account the personal side of the change
process" (p. 57). Through this process, an administrator may analyze an individual's
concerns profile and make concerns-based interventions that will be able to resolve the
issues and move the person toward a more advanced use of the innovation. The intent is
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not to place judgment on a teacher's reluctance to follow an initiative, but to determine
the specific concerns involved and offer support and encouragement applicable to those
areas of concern.
Although the connection between on-going professional development and student
achievement is largely recognized, the allocation of sufficient time and resources will be
the responsibility of the principal. Financially reasonable models of staff training, such
as whole-faculty study groups or staff tribes, will require creative planning to provide the
necessary blocks of time for teachers to plan and work with colleagues. In Making Time
for Collegiality, Hoerr (1997) affirms: "Virtually every profession but ours protects times

during the day for its members to work together as learners" (p. 40). The determined
instructional leader will need to rethink schedules and staffing patterns to make
opportunities for teachers to dialogue a shared purpose, identify best practices,
collaborate on skill application, and benefit from peer review.
As an instructional leader, I will strive to be a leader in the field of education. I
will be a better principal by becoming a better teacher. I will patiently and persistently
model differentiated instruction. I will get to know every teacher and support staff as an
individual and will stay in touch with each as they continue their learning journey. I will
foster sustained growth for the entire school community, being responsive to the
development, interests, styles, and pace of each individual. I will celebrate positive
change. I will assist students and staff to develop personal assessment skills and he
involved in their own performance reviews. I will be an architect for instructional
excellence.
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Conclusion
Based on my childhood dream and deepened by my educational experiences, I
have written a mission statement designed to empower me as an administrator. This
statement represents the deepest and best within me and is the expression of my unique
contribution to the world of education.

My professional vision is to be a gem finder.

As a Visionary Leader,
I will promote the understanding that within each person lie priceless gems.
As an Organizational Leader,
I will advocate for the patient and persistent unearthing of every jewel.
As a Collaborative Leader,
I will join others in digging to the depths necessary to find them.
As an Instructional Leader,
I will work to learn which practices best bring these stones to their fullest beauty.
As a Contextual Leader,
I will search for the perfect setting_for each jewel.
As an Ethical Leader,
I will celebrate the absolute wonder of each precious gem.
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